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ABSTRACT 
Academic achievement motivation affects a 
student's academic performance and emotional functioning. 
The Teacher Rating of Academic Achievement Motivation 
(TRAAM) is used to assess students third through sixth grade 
on their academic motivation and skill deficits, which will 
aide in the decision of whether a child solely has a 
motivation problem or a combination of factors that result 
in a handicapping condition. The current study compared 
TRAAM factors 1-4 and Total Score for students in regular 
education (n=26), special education (learning disabled, 
n=26), and those who had been retained (n=26). Univariate 
analysis of variance results indicated that the regular 
education group exhibited higher motivation and academic 
skills, as perceived by the teacher, than did the retained 
or learning disability groups, which did not differ 
significantly from each other. A stepwise multiple 
regression indicated that the TRAAM skill factor and 
motivation factors measuring mastery and work completion 
best discriminated groups. Educational specialists should 
take special interest in the results of this study because 
it helps identify criteria for children who have a true 
learning handicap. 
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Differences in Academic Achievement Motivation Among 
Retained, Special Education, and Regular Education Students 
Chapter I 
Introduction 
Academic achievement motivation is an area in which 
educators and school psychologists should take a special 
interest because it affects academic performance as well as 
emotional functioning. Educators and school psychologists 
must also be able to exclude motivation as the sole factor 
contributing to the child's learning difficulties. Academic 
motivation is an individual's tendency to approach, to 
accomplish, and to master various tasks in the academic 
setting (Stinnett, Oehler-Stinnett, & stout, 1991}. When 
dealing with the school setting, academic motivation 
involves curiosity and persistence as well as accomplishing 
and mastering an academic task or activity. While 
children's attitudes towards school, self-concept, and 
ability to master academic content affect academic 
achievement (Hoffman, Paris, & Hall, 1994}, the related area 
of motivation also plays a critical role in this academic 
achievement. Children with academic difficulties resulting 
in grade retention or special education placement may be 
particularly at risk for motivation difficulties. 
Review of the Literature 
Motivation 
Children may favor one category of motivation -
intrinsic motivation or extrinsic motivation- over the 
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other. Children who are more intrinsically motivated feel 
that their opinions are important; they actively participate 
in their own education, and they prefer to take on problems 
independently (Reeve & Loper, 1983). Many researchers 
(Gottfried, 1985; Das, Shockman-Gates, & Murphy, 1985; 
Matthews, 1991; and Boggiano & Katz, 1991) agree that 
children who are higher in intrinsic motivation strive for 
mastery, are curious and persistant, and attempt challenging 
and difficult tasks. These children have higher perceptions 
of their academic achievement, more confidence in their 
abilities, and lower school anxiety. They prefer 
challenging tasks and perform better overall. Vallerand, 
Pelletier, Blais, Briere, Senecal, and Vallieres (1992) 
conceptualize intrinsic motivation as multifactored: 
intrinsic motivation to know, intrinsic motivation to 
accomplish, and intrinsic motivation to experience 
stimulation. Intrinsic motivation to know is the 
satisfaction of experiencing, learning, and understanding 
something new. Intrinsic motivation to accomplish focuses 
on achievement rather than outcome. Intrinsic motivation to 
experience stimulation involves engaging in an activity to 
experience stimulating sensations. Regardless of the type 
of intrinsic motivation, intrinsically motivated children 
tend to have similar characteristics (Vallerand, et.al., 
1992). 
Children who are more extrinsically motivated engage in 
tasks in order to gain a means to an end. They may be 
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motivated to achieve rewards or motivated to avoid punishing 
consequences. There is usually a decrease in the interest 
of the task which decreases performance and creativity 
(Lepper & Hodell, 1989). Evidence shows that children who 
are more extrinsically motivated tend to be more susceptible 
to a behavior ref erred to as helpless behavior in which 
children feel that they have no control over the events that 
happen to them. Children tend to favor either ·mastery 
orientation or helplessness (Boggiano & Katz, 1991). 
Children may react to failure in two completely 
different ways. Licht and Dweck (1984) state that children 
who are more mastery-oriented intensify their efforts and 
their concentration. When having difficulties, they tend to 
focus on ways in which to solve their problems and master 
the task, but they do not focus on the fact that they are 
unable to solve the problem at the time. Children who are 
more helpless, on the other hand, focus on their failure and 
their inability to overcome the failure. Elliott and Dweck 
{1988) find that these helpless children react to failure as 
though it is a reflection of their ability, and they begin 
to show negative affect and deterioration in their 
performance. Children who favor mastery orientation feel 
that their failure has only added to their learning 
experience by giving them useful feedback, and they begin to 
show positive affect and improved performance. When 
experiencing difficulty in solving a problem, helpless 
children tend to look for ways to document their inabilities 
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or failures; whereas, mastery-oriented children receive 
information on how to improve their abilities. 
Attribution of failures to a cause that is internal and 
stable causes a decrease in self-esteem and perceptions of 
competence (Andrews & Debus, 1978}. School changes, such as 
retention or special education placement, that emphasize 
children's abilities are more likely to produce a decline in 
motivation for those students with low competence or with 
low perceptions of their competence (Harter, Whitesell, & 
Kawalski, 1992). Children may interpret their successes and 
failures differently depending on many factors. There may 
be internal or external causes, stable causes, transient 
causes, and factors that may be under their control or not. 
Regardless of the causes and factors contributing to the 
child's failure, many times the child will be retained or 
referred for special education. The focus of this paper is 
the impact of these practices on children's motivation. 
Effects that are currently known on achievement, competence, 
and social adjustment are reviewed below with an emphasis on 
motivation. 
Retention and Motivation 
Teachers and others in the education field need to be 
aware of the effects of retention because this practice may 
be affecting children's academics as well as their self-
perception and school engagement. Many researchers (Holmes 
& Matthews, 1984; Shepphard & Smith, 1987, and Rumberger, 
1987} state that retention will have negative impact on 
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children. Retention leads to negative social outcomes, 
social-emotional costs, decreases in school performance 
which lead to a higher risk of withdrawal from school 
permanently, and also does not improve academic achievement 
or school adjustment. Mantzicopoulos and Morrison (1992) 
found that retained students, during the year of retention, 
outperformed -their promoted counterparts, but this advantage 
was lost in subsequent years. Many times retention leads to 
negative social, emotional, and academic outcomes and is 
associated with a higher drop-out rate. 
Pierson and Connell {1992) explain the difference in 
negativity between retained children and their peers who 
were promoted by stating that children who were retained did 
not perform as well, leading to lower perceptions of their 
cognitive capacities. Teachers reported less effort on the 
part of these children when compared with the children who 
had been promoted because these retained children have fewer 
coping strategies for failures and lower perceived cognitive 
capacities. Reynolds {1992) reported that retained children 
continued to decline in reading performance. He gave two 
possible explanations. First, retained children may be more 
aware of the effects of school experiences and thus more 
affected by procedures such as retention. Second, these 
children may succumb to a self-fulfilling prophecy where 
they are not expected to do as well so they do not. 
Regardless of the explanation, retention does seem to affect 
academic achievement negatively. 
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Children have a need for autonomy, competence, and 
relatedness in relation to school work. Reynolds {1992) 
found that the effects of retention on cognitive achievement 
is negative, but the effect on children's perceived 
competence is positive. He felt that this effect might be 
because children, as long as they have not internalized the 
stigma of retention, view themselves positively because they 
are comparing themselves with children who are a year 
younger. On the contrary, Pierson and Connell {1992) state 
that many times this perceived competence may be less for 
retained children. They feel the needs for autonomy, 
competence, and relatedness to school work are met when 
children feel as though they have had a choice in what they 
are doing and can understand the value of the task they are 
completing. When they feel as though they have achieved 
what they are supposed to achieve and are accepted and 
respected by their teachers and peers for doing so, then 
their needs are met. The combination of controlling their 
academic outcomes, understanding what it takes to do well in 
school, and believing that they have the capacity to 
complete and perform this contributes to the children's 
perception of cognitive competence. Many times this 
perceived competence for retained children is less than that 
of their peers who have been promoted (Pierson & Connell, 
1992) . 
A study done by Harter, Whitesell, and Kawalski (1992) 
was conducted to demonstrate the effects that a change in a 
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child's educational environment may have on that child's 
academic self-concept and motivation. They hypothesized and 
supported that changes in motivation and the affect and 
anxiety experienced after a transition are related to a 
change in perceived competence. The children who after the 
transition reported higher perceived competence also 
reported more intrinsic motivation, and the students with 
lower levels of perceived competence reported more extrinsic 
motivation. When discussing changes in the educational 
environment, children may be dealing with changes in 
atmosphere concerning a different setting, as a change from 
elementary to middle school might bring. These children 
could also be dealing with a change involving classroom 
peers, as in retention, or with classroom atmosphere, as 
with a special education classroom or program. There are 
many hypotheses concerning the effects of special education 
placement on academic achievement motivation. 
Special Education and Motivation 
Findings are very inconclusive concerning achievement 
motivation and students who are in special education. Silon 
and Harter (1985) give a variety of hypotheses concerning 
academic achievement motivation. One hypothesis states that 
children who are in self-contained classrooms will compare 
themselves with other children within these self-contained 
classrooms, therefore giving a more positive sense of 
themselves. Children with a mild mental handicap or 
learning disability who are mainstreamed into the regular 
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classroom tend to compare themselves to children in the 
regular classroom who do not receive extra help and have 
average or above average IQ's, resulting in a more negative 
self-concept. On the other hand, Silon and Harter (1992) 
also state that the children who are in self-contained 
classrooms must deal with the stigmatizing label of being in 
a special class, which may lead to a more negative self-
concept as compared to the children who are mainstreamed 
within the regular classroom. Regardless of whether or not 
these children are mainstreamed or in a self-contained 
classroom, each child has special needs that should be met 
in a special education program. 
All students who are in special education or have 
intellectual deficits cannot be treated the same. Silon and 
Harter (1985) discuss that the manner in which students with 
a learning disability may evaluate themselves may be 
completely different than the way children with a mental 
handicap may portray themselves. Many times children with a 
learning disability will compare the self with normal-IQ 
children, but for the most part children who have a mental 
handicap does not. For children with a learning disability, 
lower perceptions of their competence, abilities, and self-
esteem may result. Many teachers of students with learning 
disabilities feel that their students do have the potential 
for learning but this learning somehow gets blocked and then 
is not demonstrated through their academic performance 
(Gearheart, 1973). Arbitman-Smith and Haywood {1980) state 
Academic Motivation 
9 
that many times problems which qualify children as having a 
learning disability are not the only problems exhibited. 
Often these children perform below age-level in other areas 
and tend to have low motivation for any type of learning 
experience. Wagner, Powers, and Irwin (1985) found that 
failing students had lower levels of achievement motivation 
than did nonfailing students. All of these motivation 
problems and lower achievement levels may be a cause or they 
may be a consequence of the repeated experiences with 
failure. Liu, Kaplan, and Risser (1992) state that general 
self-esteem is an influencing variable, but it is also 
influenced by academic achievement. They proposed that 
children's perception of teachers' responses, as well as 
children's academic self-concept, had an impact on 
children's self-esteem. 
Regardless of the academic situation, if children 
experience a change in their academic setting, whether 
through retention or special education placement in a 
learning disabilities program, this change will have more of 
a negative impact on children's academic achievement 
motivation when compared to children who have progressed 
"normally" through the education system. Children's 
perceived competence is very important. Whether special 
education placement or retention has more of an effect on 
motivation is inconclusive, but it is known that they both 
negatively affect children socially and emotionally as well 
as academically. It is important to be able to measure 
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these effects in order to know and understand the variables 
that influence children's academic achievement. Accurate 
assessment of the children's achievement motivation is 
needed to understand how children will react to the learning 
environment. 
Assessment of Academic Motivation 
Teachers tend to be a good judge of achievement and 
classroom performance, as well as social skills and behavior 
problems (Stinnett, Oehler-Stinnett, & Stout, 1989; Strauss, 
1990). Teacher ratings tend to be an excellent source for 
data collection (Gresham, Reschly, and Carey, 1987). Much 
of the assessment of achievement motivation is conducted by 
informal interview, observation, or through self-report 
inventories. When done with children, pen and pencil self-
report inventories can be a problem depending on the reading 
level of the child, the tendency of the child to give 
socially desirable answers, and the cooperation of the 
child. Informal observations and interviews can pose a 
problem because many times they are time consuming and do 
not allow the child to be compared with a standardization 
sample which is often required for classification and 
treatment. These techniques also may not have the required 
reliability and validity needed to be truly effective 
techniques. 
Stinnett, Oehler-Stinnett, and Stout (1991) suggest 
academic achievement problems can be conceptualized as 
either academic performance deficits or academic skill 
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deficits. Academic performance deficits refer to children 
who actually have the skills to perform successfully on 
school-related tasks, but they do not use them at the right 
time or right frequency in order to benefit themselves. 
Academic skill deficits refer to children who do not have 
the skills to perform successfully on these tasks. The 
researchers further indicate that for diagnostic, 
classification, and intervention purposes, it is important 
to distinguish between academic performance deficits and 
academic skill deficits in order to decrease the number of 
misdiagnosed performance deficits as mild mental handicaps, 
learning disabilities, emotional disturbances, and/or 
behavior disorders. Teachers can more effectively 
distinguish between the two than the actual child can 
distinguish. Stinnett, Oehler-Stinnett, and Stout (1991) 
developed the Teacher Rating of Academic Achievement 
Motivation, TRAAM, which measures skill deficits as well as 
performance deficits. 
The TRAAM is a SO-item teacher rating scale used to 
assess academic motivation for third through sixth grade 
students. The teacher rates the student using a five point 
Likert format. Each TRAAM item is a descriptive statement 
in which a higher score describes more motivated behavior. 
The TRAAM is a four-factored instrument. Factor 1 
items reflects student behaviors related to effort and 
mastery of school-related demands. These items describe 
student behaviors related to the maintenance of effort when 
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confronted with difficult tasks, the tendency to approach 
new and challenging tasks, and the need for external cues to 
ensure performance. Factor 2 reflects the student's 
tendency to work to the best of his or her ability, to 
complete assignments without prompting, and to give good 
effort on school tasks. Factor 3 reflects the teacher's 
judgment of the child's academic and cognitive skills. This 
factor can be used to examine whether an academic skill 
deficit is contributing to the student's poor performance. 
Factor 4 reflects the child's completion of assignments 
without teacher prompting. The TRAAM Total Score is a 
global summary measure of academic motivation and skills, 
computed by summing the scores from the TRAAM factors. 
The TRAAM has adequate internal consistency, and there 
is evidence of criterion-related validity and relatedness 
between the student's performance on the Wide Range 
Achievement Test-Revised and the TRAAM (Stinnett, Oehler-
Stinnett, & Stout, 1991). Construct validity of the TRAAM 
was demonstrated by comparing it to the Scale of Intrinsic 
versus Extrinsic Orientation in the Classroom (SIEOC; 
Harter, 1980) and the Children's Academic Intrinsic 
Motivation Inventory (CAIMI; Gottfried, 1986). Eighty 
percent of the items significantly correlated between the 
TRAAM and SIEOC and 92% between the TRAAM and CAIMI 
(Stinnett & Oehler-Stinnett, 1992). studies do show that 
the TRAAM demonstrates appropriate construct and criterion 
related validities as well as an acceptable test-retest 
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reliability and a stable inter-rater reliability (Stinnett, 
Pitcher, & Oehler-Stinnett, 1992). 
Purpose of the Current Study 
The purpose of the current study is to compare 
achievement motivation among children who have been retained 
at least a year ago, children who have been in a learning 
disabilities special education class, self-contained or 
instructional, for at least a year, and a group of children 
in regular education who up to the time of the study had no 
apparent problems in education. These groups were evaluated 
using the Teacher Rating of Academic Achievement Motivation 
(TRAAM; Stinnett & Oehler-Stinnett, 1990) . This comparison 
would allow further validation of the TRAAM and provide 
additional information regarding the impact of retention and 
special education placement on children's motivation. 
Substantive issues involve whether children with 
learning disabilities and those who have been retained 
differ from children in regular education and from each 
other on academic achievement motivation as measured by all 
TRAAM factors combined and/or on each of the performance and 
skill factors. Another issue is which TRAAM factors best 
discriminate groups. 
Hypotheses 
It was hypothesized that the children in the regular 
education group would have higher achievement motivation 
scores on all four factors and the Total Score of the TRAAM 
when analyzed together and by factor. Children who have 
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been placed in learning disabilities programs or classes 
would have lower scores on all TRAAM factors when compared 
to the regular education group. These children would likely 
have a general lower motivation for mastery learning as 
shown on Factor 1. These children would also score lower on 
Factor 2 which reflects lowered independent work. The 
TRAAM scores for Factors 3 and 4, which measures academic 
skills and work completion, will also be lower because the 
reason for their special education placement is their 
inability to keep up with the pace of the regular classroom. 
The children who have been retained a grade will also 
obtain lower scores on all TRAAM factors when compared to 
the regular education group. They will also evidence lower 
academic skills and motivation. No specific hypothesis are 
made regarding differences between the retained and learning 
disabilities groups. 
In a multiple regression Factor 3, which measures 
academic skills, will be the most significant discriminator 
of ·groups, and Factor 1, which measures mastery, will be the 
next best discriminator. 
Chapter II 
Method 
Subjects 
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Subjects were 78 students--26 in each sample group. 
There were 30 students from sixth grade, 16 from fifth 
grade, 15 from fourth grade, and 17 from third grade. 
Forty-four percent of the students were female and 56% were 
male. Eighty-three percent were white and 17% were black. 
Instrument 
The teachers used the Teacher Rating of Academic 
Achievement Motivation (TRAAM) to evaluate each child. (See 
section titled "Assessment of Acade~ic Motivation" for more 
detailed description of the TRAAM). Added to each TRAAM was 
a list of the three sample groups in which each teacher 
marked the group to which each child belonged. 
Procedure 
Principals from seven elementary schools in rural 
central western Illinois were solicited to recruit teachers 
from their respective schools to serve as raters. Nineteen 
female teachers and nine male teachers volunteered to 
participate as raters; all were white. There were seven 
third grade teachers, five fourth grade teachers, four fifth 
grade teachers, and twelve sixth grade teachers. Teachers 
at each grade level were asked to rate three children from 
their class--if possible, one from each sample group. If 
that was not possible, any combination of three was 
accepted. 
Chapter III 
Results 
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Table 1 presents the means and standard deviations for 
the TRAAM factors and the Total Score by group. 
Insert Table 1 about here 
. 
A Multivariate Analysis of Variance (MANOVA), presented 
in Table 2, indicated the groups differed on the variables 
as a whole, F (2,77) = 15.47, ~ < .001. Together the 
factors accounted for 42% of the variance. 
Insert Table 2 about here 
Follow up univariate tests (see table 2) revealed 
significant group differences on each of the factors. A 
Newman-Keuls post-hoc analysis demonstrated that the control 
group differed significantly from both the learning disabled 
group and the retained group for each factor. The retained 
and learning disability groups were not significant from 
each other. 
A stepwise discriminate analysis, shown in Table J, was 
also conducted to determine which factor best discriminated 
groups. Factor 3 (academic skills) entered the equation 
first, accounting for 31% of the variance. Factor 1 
(mastery) entered next, accounting for 8% of the variance. 
Factor 4 (academic work completion) also contributed 
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significantly to the discrimination among groups. Overall, 
the three factors combined accounted for 42% of the 
variance. 
Insert Table 3 about here 
Table 4 shows a classification analysis which indicates 
that 77% of the control group, 54% of the retained group , 
and 54 % of the learning disability group were correctly 
classified into their original groups. 
Insert Table 4 about here 
Of the learning disability cases that were 
misclassified initially, 67% of them were classified into 
the retained group and not the regular education group. 
Fifty-nine percent of the misclassified retained cases were 
classified into the learning disability group and not the 
regular education group. 
Chapter IV 
Discussion 
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The results support the hypotheses that the TRAAM would 
differentiate motivation levels between children who have 
been retained or children who have a learning disability 
from children in regular education. The results also 
support use of the TRAAM to identify skill deficits versus 
performance deficits in screening children with learning 
problems. 
The results indicate that the TRAAM discriminates 
between regular students and students with learning 
disabilities or students who have been retained. 
Significantly lower scores on all of the TRAAM factors for 
the learning disability and retained group reveal that these 
students are less mastery-oriented, give forth less effort 
which decreases their perceived competence, tend not to work 
to the best of their ability or complete their assignments 
with prompting, and are much more likely to show a skill 
deficit. 
Motivation is not the primary problem distinguishing 
children with academic problems from ''regular" children. 
Skill deficits are an important factor differentiating these 
children with learning problems from the "average" children. 
The TRAAM may be useful to screen for academic skill 
deficits as well as for motivation problems. The learning 
disability group and the retained group, demonstrated 
through significantly lower scores on Factor 3, manifest 
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skill deficits that are due to either a knowledge deficit or 
because it is not within the child's repertoire. Presence 
of a profile indicating adaquate motivation yet low skills 
would suggest further assessment for the presence of a 
handicapping condition. If there is a high skill factor but 
low performance, then it is likely the teacher considers the 
problem to be primarily motivation. 
Through discriminate analysis it was shown that Factor 
3, the skill factor, was the first factor to discriminate 
between groups. The effort and mastery factor, Factor 1, 
was next followed by Factor 4, work completion. Thus, even 
though academic skills was the most significant 
discriminator, motivation continued to account for a 
significant amount of variance among groups. 
Factor 2 did not account for enough variance to be 
entered into the equation, although the univariate ANOVA 
does indicate that Factor 2 does have discriminating 
significance. It is likely that a high correlation with the 
other factors does not allow Factor 2 to enter into the 
discriminate analysis equation despite its significance in 
the univariate analysis. 
Classification analysis indicated that of the 
control group, the learning disabilities group, and the 
retained group, 77%, 54%, 54%, respectively were correctly 
classified into their original groups. Of the remaining 
cases that were not correctly classified in the highest 
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probability group, 70% were correctly classified into the 
second highest probability group. 
School psychologists and teachers should be interested 
in these findings because even though 54% of the learning 
disability cases were misclassified, 67% of them were 
initially classified into the retained group, and of the 
retained, 59% were classified into the learning disabilities 
group and not the regular education group. Therefore, 
children who are demonstrating learning problems are 
differentiated from the control group by using the TRAAM. 
These findings are similar to those using the Social Skills 
scales {Elliott & Dweck, 1988), in which clinical groups are 
disciminated from normal groups, but discrimination between 
clinical groups is not significant. These findings are 
acceptable, as the TRAAM was designed to assess motivation 
difficulties regardless of the cause. 
The TRAAM also screens for skill deficits which is an 
important factor when dealing with children who have 
learning problems. The children who have been retained or 
have a learning disability significantly show more academic 
skill deficits and lower motivation when compared to the 
regular education group of "normal" children. This rating 
scale could be an important instrument in evaluating 
children with learning problems. These results suggest 
while it is important to rule out motivation as a primary 
factor in learning problems, it is more likely that 
motivation difficulties will coexist with learning problems. 
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Use of the TRAAM in developing motivation interventions may 
be appropriate. Use of the TRAAM as a part of a standard 
assessment battery is recommended. 
Limitations and Directions for Future Research 
While the current results yield further evidence for 
the usefullness of the TRAAM, there are limitations. First, 
the teachers were aware of the students' group status and 
some rater bias may have occurred. Second, it was 
impossible to determine whether any students who may have 
been in the learning disability or retained group had 
primarily performance deficits (i.e. may have been 
misclassified). Further research controlling for these 
factors is recommended. 
The major implication of this study is to demonstrate 
the differences in motivation and skill deficits in children 
with learning problems and to discuss the role the TRAAM 
could play when assessing children with possible learning 
problems. The results indicate that the TRAAM factors do 
discriminate between children with learning problems from 
regular education students. Academic achievement motivation 
and skill deficits play an important role in the diagnosis 
of learning problems and the TRAAM is a useful assessment 
instrument that could be added to a standardized battery of 
tests in order to diagnose these children. 
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Table 1 
Means and Standard Deviations 
Retained 
TRAAM Factors M SD 
Factor 1 31.69 10.68 
Factor 2 40.88 10.74 
Factor 3 19.15 6.16 
Factor 4 15.54 5.16 
tor 
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TRAAM Factors by Group 
L.D Reqular Ed 
M SD M SD 
32.81 11.19 44.38 10.51 
39.92 13.09 53.58 12.46 
16.08 5.60 24.38 3.74 
13.69 5.07 20.00 5.08 
Total 107.27 27.18 102.50 27.65 142.35 29.72 
Table 2 
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Multivariate and Univariate Analyses of Variance for the 
TRAAM 
Source D.F. F-Ratio p 
Between Groups 2,77 15.47 .0000 
Factor 1 2,75 11. 01 .0001 
Factor 2 2,75 10.25 .0001 
Factor 3 2,75 16.51 .0000 
Factor 4 2,75 10.51 .0001 
Table 3 
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Discriminate Analysis Among Groups for TRAAM Factors 
Step Variable Entered F to Enter overall F p 
1 Factor 3 16.51 16.51 <.001 
2 Factor 1 4.94 10.27 <.001 
3 Factor 4 1.99 7.59 <.001 
• 
Table 4 
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Comparinq Actual Group to Predicted Group Membership 
Actual Predicted Group Membership 
Group Retained LO Control 
Retained 53.8% 26.9% 19.2% 
L.D. 30.8% 53.8% 15.4% 
Control 15.4% 7.7% 76.9% 
